The present study investigated Iranian teachers' mental lives (i.e. belief systems) and self ratings of their perceived pedagogical concerns in an attempt to identify their instructional concern patterns across such teacher variables as gender orientations, academic degrees, and age. A questionnaire was distributed among 144 English teachers through snowball sampling procedure for a semi structured interview devised by Borg (1998). The questionnaire is based upon both Borg's (1998) semi-structured interview and Williams and Burden's (2000) Psychology for Language Teachers administered to the interviewees via emailing system to capture their self-ratings of their main areas of concern during instructional time. To analyze the collected data a set of independent samples t-tests and ANOVAs were used. The results revealed that the participants exhibited no statistically differing patterns of being concerned about their multifaceted world of English teaching as far as teacher variables were concerned.
Introduction
Teaching process is so complex and multifaceted but intriguing that probing into teachers' belief systems or attitudinal orientations has become a central issue in classroom research agenda. Borg (2006) contends that what language teachers do is "underpinned and influenced" by a range of pre-active, in-active, and post-active cognitions referred to as pedagogical knowledge which he defines as "beliefs, knowledge, principles, theories, and attitudes as well as the thoughts and reflections teachers have before, during, and after teaching " (p.272). To put it another way, it seems to be an attempt tactfully made to come up with some invaluable therefore durable insights into the 'what,' 'how, ' 'why,' 'when,' 'where,' 'who,' and 'whom,' of the teaching-learning process.
Teacher knowledge appearing as a multidimensional concept has been defined differently in the related field of study. Latif (2010) views it as a phenomenon bound to social and behavioural sciences. Carter (1990, p.291) defines it as "action-oriented knowledge" meaning the knowledge for immediate use in teaching practices. Black and Halliwell (2000) , Connelly, Clandinin and He (1997) , Golombek (1998 ), Marland (2001 , and Tamir (1991) see it as dialectical, situated, and dynamic, while Shimahara (1998, p. 452) call it "professional craft knowledge". Also, Fradd and Lee (1998, p. 761 ) present a similar definition as "he repertoire of knowledge, skills, and dispositions that teachers require to effectively carry out classroom practices". Likewise, Verloop, Van Dariel, and Meijer (2001) refer to it as the total knowledge and insights underlying teachers' action in practice concluding, "In the mind of the teacher, components of knowledge, beliefs, conceptions, and institutions are inextricably intertwined" (p.446). Johnson and Goettsch (2000) also acknowledge that components of teacher knowledge "are melded together in complex and indeed inextricable ways to produce multifaceted, holistic accounts of, and actions in, language teaching "(p.461).
It is worth making brief mention only of the definition developed by Borg (2005, p. 326) as the focal point of the present study. He believes that teacher knowledge is "he beliefs, knowledge theories, assumptions, and attitudes that teachers hold about all aspects of their work". Cole and Knowles (2000, p. 4) posed two questions for this line of query: What do teachers know? and What do teachers need to know? They state, "These two basic questions have formed and continued to form the basis of teacher educators', educational researchers', and theorists' work". How teaching and learning are conceptualized is in line with the beliefs held in the teachers' cultural models. Kennedy and Kennedy (1998) maintain that in addition to the teachers' culture, national cultures could impact their pedagogic beliefs and classroom cultures. Barnes (1976) characterizes a transition view of education as the teachers' tendency towards teaching in authority, in control of the classroom dynamics, and in control of the knowledge transmitted to the students. The other side of the coin is that in some national cultures the teacher assumes a facilitative rather than an authoritative role in the classroom.
Literature Review
Multiple but different areas of language teaching have been investigated to date. Some have examined the impact of L2 teachers' prior language learning experience on their knowledge development (e.g. Almarza, 1996; Golombek, 1998) . Another type of researchers has drawn upon the role that the L2 teachers' education plays in shaping their knowledge (e.g. Bailey, 1990; MacDonald, Badger, & White, 2001) . Still another line of research has been developed into the symbiotic relationships between teacher knowledge and classroom practices (e.g. Breen et al, 2001) . A recent study conducted by Zhang (2008) provides an account of the teacher-participants' general beliefs of a qualified EFL teacher through which salient components of EFL teacher knowledge can be identified. The research findings were mainly based on the data collected during the interview with each of the teacher-participants and classroom observations. The themes about the qualities of a qualified EFL teacher fall into the following three categories: (a) content knowledge, (b) pedagogical knowledge, and (c) knowledge of students.
The present study vividly indicates that teachers are pedagogically concerned individuals; they have certain concerns within the confines of their instructional settings. It is such pedagogical concerns that make teaching a highly complex and cognitively demanding process which may vary with teacher variables including academic degree, age, and gender orientations. Given the critical role that specific pedagogical concerns play in teacher performance, it follows that teachers' thought processes as an unnoticed area in the related mainstream literature on teachers' mental life should be a primary variable in the study of teaching. It goes without saying that pedagogy, in the present study, is seen as a set of ideas which inform and justify the act of teaching. These can be grouped into three domains: ideas about learners, learning and teaching, and "these are shaped and modified by context, policy and culture." (Alexander, 2008, P.38) . Alexander (ibid) went on to add that where the first domain enables teaching and the second formalises and legitimates it by reference to policy and infrastructure, the third domain locates itand children themselves -in time, place and the social world, and anchors it firmly to the questions of human identity and social purpose without which teaching makes little sense. Such ideas mark the transition from teaching to education. That is why the omission of culture and ideas in school effectiveness research is so demeaning of what pedagogy actually entails.
Providing a conceptually more comprehensive account of the multilayered world of teaching was the main goal of the present research endeavour which has gone unattended in the related literature on teachers' patterns of being pedagogically concerned self-rated across different teacher variables (i.e. gender, academic degree, and age). The following research questions guided the present study: (1) What are the EFL teachers' patterns of pedagogical concerns?; and (2) Do such teacher variables as gender, academic degree, and age exert any significant influence on their self-rated pedagogical concerns?
Method

Participants
Some 144 teachers (100 females and 44 males) with academic degrees of B.A., M.A., and Ph.D. in TEFL, linguistics, translation, and literature, participated through snowball sampling procedure. Their ages ranged from 22 to 47.
Instruments
Two different tools were utilized for the present research study. Firstly, Borg's (1998) semi-structured questionnaire which was conducted through emailing system in order to elicit the participants' teaching conceptualizations. Secondly, an investigator-made survey was designed out of Borg's (1998) interview as well as Williams and Burden's Psychology for Language Teachers. It was originally intended to elicit the participants' selfrating of pedagogical concerns across such teacher variables as gender, academic degree, and age.
It is worth mentioning that a pilot study had been carried out on the researcher-made questionnaire with a convenience sample of 25 Iranian teachers working in such a variety of learning contexts as university, institute, and school. They were provided ample chances of commenting on the content and organization of the questionnaire. A whole host of feedback types (i.e. corrective, evaluative, and so on) were received leading to some slight changes made in the questionnaire in order to enhance the clarity of items and to modify the vague parts. For instance, the subheadings were deleted to shorten the length of the questionnaire and also to reduce the complexity of the instrument. The end results were checked by some experts for clarity, relevance and content and the questionnaire was amended accordingly. After piloting the finalized version, Cronbach's alpha for the whole questionnaire and each category was calculated. Nunnally and Bernstein's (1994) criterion of acceptable alpha which is .70, the finalized questionnaire as well as all categories showed acceptable internal consistency and reliability.
Procedures
The research process went through two chronologically different but consecutive stages. Firstly, 144 participants were selected through snowball sampling procedure for a semi-structured interview devised by Borg (1998) (See Appendix A). The interview intended to elicit the participants' pedagogical knowledge, was conducted through emailing system. Afterwards, a questionnaire which was designed partly from the interview interactions and partly from Williams and Burden's (2000) Psychology for Language Teachers was administered to the interviewees via the Internet to better capture the actuality of their conceptions about English instruction as well as their self-ratings of their main areas of concern during instructional time (See Appendix B).
Data Collection and Analysis
Data were collected through the two chronologically different but consecutive stages discussed above. To analyze the collected data a set of independent samples t-tests and ANOVAs were used. The interviews served as an effective tool for devising the questionnaire in which the frequency of the responses helped formulate some hypotheses for the quantification of the final findings.
Results
The results of the analysis of the emailing-assisted interview sessions revealed that the participants' mind was preoccupied by some concerns including the following shown in Table 1 . These highly frequent statements constituted the basis for the devised questionnaire survey for the participants. Note: (1) 2.4. Or less = low; 2.5 to 3.4 = Medium; 3.5 and above = high.
(2) Items are ranked in descending order based on each item mean score
As Table 1 displays, the participants are most concerned about student strategies for dealing with the learning process, student motivation in language learning, place of tasks in the language classroom, student contribution to the learning process, characteristics of the learning context. It should be added that the overall mean score was M=3.14 with is so close to Median=3.15 due to forming a normal distribution.
Having calculated the descriptive statistics based on the students' responses to the questionnaire items, the researcher conducted a one-way repeated measure ANOVA to assess the significant differences between the pedagogical concern categories. The result of ANOVA, Wilks' Lambda = .77, p < .001, revealed that the participants exhibited significantly different pedagogical concerns. The following Bonferroni post hoc test showed that the participants' main concerns were student strategy and motivation (See Table 2 ). Moreover, as the Table 2 shows, classroom tasks and student contribution are also important. This finding, however, should be interpreted with caution since its significance value is a little bit higher than .05. Note: Items are ranked in descending order based on each item mean score
In addition, a series of independent samples t-tests and one-way ANOVAs were conducted to find any significant differences in the pedagogical concern type caused by participants' gender orientations, academic degrees, and age. In each analysis, one of the above-mentioned factors was considered as the independent variable and the participants' mean scores of different concern types, including overall, were regarded as dependent variables. In all of these analyses the significant level was set at p < .05.
Examining all the significant values obtained in the study revealed that there were no statistically significant differences in the pedagogical concern with regards to gender variable since all the significant values were far above the significant value p < .05 (Table 4 .4). Concerning age variable, no significant differences were found in the participants' reported skill-based and overall strategy use (See Table 5 ). In order to measure the effect of academic degree variable containing three groups (B.A., M.A., and Ph.D.) on the participants' overall and classroom discursive strategy use level, a set of one-way ANOVAs were conducted. Examining Table 6 reveals that regarding academic degree variable, no significant differences were found in the participants' reported skill-based and overall strategy use. In conclusion, the observation analysis results confirmed the symbiotic relationship between the teachers' expressed concerns and observed teaching practices, though there were some small cases observed to be different from what they had claimed. In addition to the observation analysis, some analysis was carried out on the most frequent statements from the interview and observation sessions.
Discussion and Conclusion
Tsui (2003) argued that researchers' orientation towards investigating the teachers' belief system in general and their mental life and knowledgebase in particular has culminated in durable insights into the efficiencies, deficiencies, demands, and threats influencing the ELT profession. Therefore, there seems to exist a pressing need for doing vigorous research into the teachers' mental life in order to better expand the field. Some Iranian teachers recruited as the present research participants were investigated in terms of their pedagogical concerns and their impact on their instructional practices and acts. Their pedagogical knowledge was analyzed in light of Tsui (2003) sources of teachers' knowledge, Shulman's (1996) framework for teachers ' pedagogical knowledge, and Zhang (2008) concept of EFL teachers' pedagogical knowledge components. The results of the data collection procedures and analyses revealed that their main concern within the confines of the language classroom constituted knowledge about (1) the contribution of the individual student to the learning process, (2) student motivation in language learning, (3) student strategies for dealing with the learning process, (4) the place of tasks in the language classroom, and (5) the characteristics of the learning context. These five knowledge bases were reported to be the major components of pedagogical knowledge among Iranian teachers. To maximize the reliability and validity of their stated concerns, a triangular approach (i.e. interview and questionnaire survey) was adopted leading to the major finding that how they proceed in the classroom is highly shaped by their knowledge of pedagogy. As such, a key to effective teaching is to deepen and broaden the teachers' pedagogical knowledge bases, thereby turning the learning experience into an enjoyable and insightful one.
Given the findings of the present study, which was carried out against little or no backdrop of related literature, regarding the statistically non-significant correlation between teacher beliefs and practices, in order for the teacher to deliver high-quality instruction to the students tracing the inconsistencies between the teacher's theoretical knowledge of pedagogy and practical reality of the language classroom should be at the top of the educational agenda. The teacher should keep in constant touch with the possible deficiencies threatening the quality education. Besides, the teacher is suggested to keep a balance between the theoretical or 'abstract' aspect of the language curriculum and the practical or 'concrete' facet of the ELT area of investigation. That is to say, the teacher should 'practice what he/she preaches.' The practicality level of all instructional theories should be measured before incorporating them into the language classroom in order to avoid 'spoon feeding approach' to language education.
Implications
With reference to the findings gathered quantitatively and qualitatively, the results of the present study have practical implications for educational stakeholders including classroom language teachers, textbook writers and material producers, curriculum developers and syllabus designers, materials publishers and publishing companies, testing companies, educational policy makers, teacher educators, and university administrators. Given the significance of pedagogical knowledge, all these stakeholders are advised to take exigent and constructive steps towards investing upon pedagogical knowledge and beliefs, assigning practical language classroom tasks to the students, incorporating more updated and feasible practices into the curricular textbooks, importing more upgraded content areas into the published materials, focusing on the practical aspects of teaching in more pre-service and inservice programmes, evaluating the practical knowledge of teachers, and administering practical courses for the students.
Suggestions for Further Research
Future researchers are suggested to explore the direction and strength of the correlation between pedagogical knowledge, beliefs and actual classroom activities in non-English subject matters. In addition, teachers' current beliefs (i.e. what they bring with them to the classroom) should be challenged, and some alternative beliefs can be introduced with the purpose of dealing more successfully with the teaching-learning process.
